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Isn't it ironic that in an age of bewildering and 
complex problems, the forces that inform us also confuse 
our thinking? Nila Banton Smith has said that "the most 
imminent danger of mass communication lies in its potency 
as a molder of public opinion."1 Many people are attempt¬ 
ing to influence our thinking. To read critically was never 
so vital as it is in these present times. Training in crit¬ 
ical reading is one of the most effective counterforces, one 
of the compelling needs of the present, and one of the hopes 
of the future. 
"He who has learned, as we call it, to read without 
having learned to judge, discriminate and choose has given 
2 
hostage of dependency to power beyond his control." 
1Nila B. Smith, Reading Instruction for Today's 
Children (Englewood Cliffs, New Jersey: Prentice-Hall, Inc., 
1963), p. 185 . 
2 
John Dewey, Construction and Criticism (New York: 
Columbia University Press, 1930), p. 17. 
1 
2 
Children in today's school will be confronted with a great 
deal of printed material in adulthood. The teacher's task 
is to be sure that pupils now learning how to read also 
learn to be discriminating consumers of a vast amount of 
printed material. 
To read critically is to read intelligently. Evi¬ 
dence which has been obtained over the years indicate that 
critical reading does not occur through osmosis, nor does 
it result from chance. Efforts by each teacher at every 
level of instruction must be made to develop this ability.^ 
In recent years, there has been a marked increase 
in the publication of articles and research reports pertain¬ 
ing to critical reading. There are chapters on critical 
reading in many newly published reading textbooks. 
King and Ellinger found that 55 per cent or more 
than one-half of all the articles and research reports on 
critical reading have been published since 1960, in compar¬ 
ison with 10 per cent in the 1940's and 35 per cent during 
the 1950's.2 
Robert Karlin, "Sequence in Thoughtful Reaction to 
What is Read," in Sequential Development of Reading 
Abilities, Proceedings of the Annual Conference on Reading, 
Vol. XXII, ed. by Helen M. Robinson (Chicago: University of 
Chicago Press, 1960), p. 79. 
2 
Martha King and Bernice Ellinger, "An Annotated 
Bibliography of Critical Reading Articles," Elementary 
English, XLV (April, 1967), 365. 
3 
The bulk of critical reading research had been done 
at the high school and college levels. Although many theo¬ 
retical articles have suggested that primary school chil¬ 
dren, if properly instructed, have the ability to do crit¬ 
ical thinking and critical reading. 
The steps already taken represent an increase in 
information about aspects of critical reading and the in¬ 
struction of critical reading. However, there still re¬ 
mains a need for increased teacher awareness with regard to 
the critical reading habits of the pupil during activities 
at school, especially at earlier stages of pupil develop¬ 
ment . With the continued growth in knowledge and under¬ 
standing of critical reading, teachers will need to give 
more deliberate attention to identifying specific critical 
reading skills, defining aims, establishing achievement 
goals and developing procedures for teaching the component 
skills involved. 
To what extent are teachers aware of concepts and 
skills of critical reading? How often are they engaging in 
developing them in their classroom activities? Such ques¬ 
tions are particularly cogent for teachers at elementary 
levels. This investigation proposes to provide relevant 
information about these inquiries through some determination 
4 
of teachers' attitudes toward critical reading and the tech¬ 
niques currently used for critical reading instruction in 
the elementary grades. 
Evolution of the Problem 
The writer became interested in this problem when 
she observed the inability of her students to react or make 
judgments and give thoughtful responses to written material 
beyond the factual level. With the realization that the 
students we teach today belong to the most highly propagan¬ 
dized generation in the history of the world, the writer 
became aware of the importance of organized instruction and 
practice in the specific skills that enter into critical 
reading. 
Contribution to Education 
Information from this study should provide informa¬ 
tion pertinent to understanding and determining areas where 
it is necessary to strengthen in-service training. Further, 
the results should yield useful information that would aid 
teachers in adjusting instruction for critical reading ex¬ 
periences and programs into their classroom situations. 
Statement of the Problem 
This study was a survey to determine the attitudes 
5 
of teachers about critical reading in elementary schools 
and the extent to which these teachers provide for the de¬ 
velopment of critical reading skills among pupils in two 
selected schools. 
Purpose of the Study 
The purpose of the study was to investigate the 
awareness, on the part of the elementary school teacher, of 
the necessity for critical reading among elementary school 
pupils. Specifically, the purposes of this research were: 
1. To ascertain teachers1 awareness of the critical 
reading process as it related to: 
a. critical reading concepts 
b. fundamental principles regarding the 
teaching of critical reading 
2. To ascertain the teachers1 approach to the de¬ 
velopment of good critical reading skills 
through : 
a. defining achievement objectives 
b. engaging in activities which promote 
skills in critical reading 
c. use of special materials and content 
3. To determine attitudes toward upgrading critical 
reading skills by adjusting or modifying total 
school practices. 
4. To draw from the research findings implications 
for improved classroom instruction in the area 
of critical reading. 
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Limitations of the Study 
This study was limited to the teachers in two ele¬ 
mentary schools in Metropolitan Atlanta. Thus, conclusions 
derived apply to the teachers studied in this situation. 
Data which formed the basis for this study were ob¬ 
tained through a questionnaire-type study. The question¬ 
naire was limited to an inquiry of teacher awareness of the 
critical reading process and the application of techniques 
in critical reading instruction, therefore the validity of 
the questionnaire data depended in a crucial way on the 
ability and the willingness of the respondents to provide 
the information requested. 
Definition of Terms 
Terms pertinent to this study were defined as fol¬ 
lows : 
1. "Attitudes" - refers to what people say they be¬ 
lieve . 
2. "Critical Reading" - the process of evaluating 
the authenticity and validity of material and 
of formulating an opinion about it.-*" 
Method of Research 
The Descriptive-Survey Method of research was used, 
■^Guy L. Bond and Eva Bond Wagner, Teaching the Child 
to Read (New York: The Macmillan Company, 1960), p. 285. 
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employing the questionnaire as a technique for gathering 
data required to fulfill the purposes of the study. 
Locale and Description of Subjects 
The subjects used in this study included forty 
teachers employed at two Metropolitan Atlanta area schools. 
The grades taught by the subjects of this study ranged from 
kindergarten through seventh grade. The study was conduct¬ 
ed in two of the Metropolitan Atlanta schools. 
Description of Instrument 
The questionnaire used in this study was designed 
specifically to obtain the necessary data concerning the 
teachers1 attitude toward and current techniques utilized 
in critical reading instruction. 
The questionnaire was constructed specifically to 
check areas of beliefs about concepts and principles of 
critical reading and to determine frequency of implementa¬ 
tion of classroom practices. A section of the instrument 
was designed to collect general information about the re¬ 
spondents, deemed necessary for adequate interpretation of 
data concerning critical reading. It was validated by ad¬ 
ministering questionnaire items to a group of ten teachers 
who were not included in the sample. Trial summaries were 
8 
made of data collected. Revisions were made in the origi¬ 
nal questionnaire. 
Procedural Steps 
The procedural steps involved in this study were as 
follows : 
1. Permission from the necessary authorities was 
obtained in order to conduct this study. 
2. The related literature was surveyed and summa¬ 
rized for presentation in this final thesis copy. 
3. A questionnaire was formulated and validated. 
4. Informational data were collected. Eighty per 
cent of fifty questionnaires were returned by 
respondents. 
5. The data were analyzed, then summarized in ap¬ 
propriate tables as indicated by the purpose of 
the study. 
6. On basis of findings, conclusions were drawn, 
implications and recommendations were formulated. 
Survey of Related Literature 
The literature pertinent to the study was reviewed 
by the writer. The significant aspects of this literature 
were classified under the following topics: 
1. The critical reading process 
2. Critical reading in the elementary school 
3. Techniques, materials and recommendations for 
developing critical reading skills 
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The critical reading process 
Upon careful examination of the research, the 
writer finds that reading authorities view the reading pro¬ 
cess in various perspectives. Anderson states that crit¬ 
ical reading is the process of examining carefully the 
facts and ideas expressed. The critical reader analyzes 
propositions, premises and conclusions; thereby, being able 
to detect the use of sarcasm, satire and innuendo. He is 
aware of the writer's background, motives and predisposi¬ 
tions and understands the use of rhetorical devices for 
achieving certain ends. The critical reader is able to 
evaluate his own background, biases and prejudices.^" 
Russell feels that critical reading and critical 
thinking may be related. He further states, that critical 
reading is an effort to see things clearly and truly in 
2 
order to judge it fairly. 
Stauffer describes the critical reading process as 
thinking. Still further, he feels the process involves the 
"'"Harold A. Anderson, "Methods and Materials for 
Teaching Critical Reaction in Grades Seven through Nine," 
in Sequential Development of Reading Abilities, Proceedings 
of the Annual Conference on Reading, Vol. XXII, ed. by 
Helen M. Robinson (Chicago: University of Chicago Press, 
1960), p. 88. 
2 
David Russell, Children Learn to Read (Waltham, 
Mass.: Bloisdell Publishing Company, 1961), p. 472. 
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forming of objectives, reasoning while reading and then 
evaluating what has been read."*" 
Eller and Wolf say that critical reading refers to 
the cluster of skills involved in evaluation of the validity, 
accuracy or intellectually worthwhileness of a unit of 
printed matter. In addition, they believe critical reading 
concerns evaluation in terms of relevance, and is exempli¬ 
fied by a student judging a given reference or source in 
regards to its appropriateness for specific purpose and 
theme. 
Triggs states that critical reading is truly the 
interpretation of symbols. She believes critical reading 
requires a contribution by both the author and the reader 
and the interplay between these two contributions usually 
result in a new understanding, sometimes more than or dif- 
3 
ferent from the original contribution. 
According to Nila Smith, critical reading is clear¬ 
ly delineated as a skill area within itself, including 
"'■Russell G. Stauffer, "Productive Reading-Thinking 
at the First Grade Level," The Reading Teacher (February, 
1960), 183. 
2 
William Eller and Judith Wolf, "Developing Criti¬ 
cal Reading Abilities," Journal of Reading (December, 1966), 
192-96. 
■^Frances Triggs, "Promoting Growth in Critical Read¬ 
ing, " The Reading Teacher (February, 1959), 158. 
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literal comprehension and interpretation. It is the high¬ 
est level of mental activity in understanding meanings.^" 
Williams states that critical reading may be de¬ 
fined as intelligent reading directed toward the learning 
purposes of the individual child. It involves thinking be- 
2 
yond the level of simple recall. 
Petty believes that critical reading involves ap¬ 
praisal, evaluation, selection, judgment or comparison of 
ideas during the total process as contrasted to mere repro- 
■ • 3 duction of the substance as it actually appears. 
Dechant describes the critical reading process as 
being one where the reader reads all materials and is not 
satisfied with the simple statements. He uses his previous 
experiences to fully understand what he is reading. The 
critical reader further thinks with the writer and formu¬ 
lates clearly. He checks the authenticity of the materials 
and evaluates the authors' credentials. Moreover, he looks 
for errors in reasoning and develops a keen awareness to 
^Nila B. Smith, "What is Critical Reading?" Elemen¬ 
tary English, XXXX (April, 1963), 410. 
2 
Gertrude Williams, "Provisions for Critical Read¬ 
ing in Basic Readers," Elementary English (May, 1959), 327. 
3 
Walter Petty, "Critical Reading in the Primary 
Grades," Elementary English (May, 1956), 298. 
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the rightness or wrongness of what is presented.^ 
According to the above stated authors, most of them 
agree that critical reading involves understanding and some 
type of reaction to what has been understood. 
Critical reading in the elementary 
school 
If the child is to realize his potential as an in¬ 
telligent reader, he must be guided systematically in devel¬ 
oping the ability to interpret and react critically to read¬ 
ing matter starting in kindergarten and continuing through- 
2 
out the school career to be effective. 
Dr. Leo Fay points out that children at ages well 
before those which they enter school are able to make valid 
judgments in relation to their experiences and their matu¬ 
rity levels.^ 
■^Emerald V. Dechant, Improving the Teaching of 
Reading (Englewood Cliffs, New Jersey: Prentice-Hall, Inc., 
1964), p. 373. 
2 
Patricia Eastland, "Methods and Materials for Teach¬ 
ing Critical Reading to What is Read in Kindergarten Through 
Grade Three, 11 in Sequential Development of Reading Abilities, 
Proceedings of the Annual Conference on Reading, Vol. XXII, 
ed. by Helen M. Robinson (Chicago: University of Chicago 
Press, 1960), p. 80. 
3 
Leo Fay, "Developing the Ability to Read Criti¬ 
cally, 11 Reading Promotion Bulletin, No. 28 (Chicago: Lyons- 
Carnahan, n.d.). 
13 
Stauffer maintains that six-year-olds can learn the 
reading-thinking process and relates a detailed description 
of how one first-grade teacher guided a first grade group 
reading on grade level to read-think through a basal reader 
story. The "average readers" were directed in a reading- 
think session which involved four purpose-setting sessions. 
These involved: (1) selecting, weighing and balancing avail¬ 
able beginning clues, in terms of final story outcome, (2) 
speculation, followed by reading for meaning, (3) predic¬ 
tions in light of evidence or information so far accumulated 
and (4) speculation regarding final outcome with a check on 
concepts and story understandings. •*■ 
Hill feels that children in the middle grades should 
be taught to read critically, because they are at the point 
in the development when they are questioning. They are 
asking their peers, their teachers and their parents "can 
you prove it?" Moreover, they are skeptical when proof is 
2 
not available. 
Scientific studies of children's thinking support 
the view that critical reading is possible at all levels of 
■'"Stauffer, OJD. cit., p. 183-87. 
2 
Jeraldine Hill, "Teaching Critical Reading in the 
Middle Grades,” Elementary English (March, 1962), 239. 
14 
the elementary school. Reasoning ability seems to begin at 
about three years of age and to develop gradually with ex¬ 
perience and language. It develops continuously rather 
than appearing at fixed ages. There seems to be little 
difference in the way adults and children think, except 
that adults have a wider experience against which they may 
check their hypotheses and conclusions.'*' 
Strang, McCullough and Traxler indicated in their 
Chart of Sequential Development by Grade Level that criti¬ 
cal reading skills should begin as early as the primary 
2 
grades and continue throughout adulthood. 
In a study conducted by Parker to determine and 
compare any significant differences in various relation¬ 
ships found among higher-level and lower-level critical 
readers, it was found that some critical reading skills are 
perhaps acquired in the normal course of training and ex¬ 
perience. However, high degrees of proficiency in critical 
reading do not appear to develop incidentally, they must be 
■'■Russell, ojo. cit., p. 472. 
2 
Ruth Strang, Constance McCullough, and Arthur 
Traxler, The Improvement of Reading (New York: McGraw-Hill 
Book Company, 1961), pp. 104-5. 
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taught. 
McCullough conducted a study at the primary level 
to compare pupils' abilities to answer questions of detail, 
main ideas and sequence, with those requiring creative read¬ 
ing. She used questions requiring pupils to draw conclu¬ 
sions, pass judgments and see relationships. She found 
significant relationship among the skills and no special 
2 
difficulty in creative reading. 
If the pupils in our schools are to develop reading 
abilities of the type described here, the instructional pro¬ 
gram from the readiness stage on must be pointed in this 
direction. From their first contacts with children, teach¬ 
ers must be thinking not only of readiness for recognition 
of words and phrases and understanding of meaning, but also 
3 
of readiness for critical or evaluative reading. 
Techniques, materials and recommenda¬ 
tions for teaching critical reading 
skills 
■'■Erva Parker, "The Differences in Relationships of 
Intelligence, General Reading Ability, and Achievement in 
Communications Among College Freshmen with Higher-Level and 
Lower-Level Critical Reading Abilities" (unpublishedMaster's 
thesis, School of Education, Atlanta University, 1964), p. 57 . 
O 
Constance McCullough, "Responses of Elementary Chil¬ 
dren to Common Types of Comprehension Questions," Journal of 
Educational Research, LI (September, 1957), 65-70. 
■^Petty, Q£. cit., p. 299. 
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In teaching critical reading skills, one must con¬ 
sider a number of abilities. A few of the frequently list¬ 
ed abilities are: 
1. The ability to recognize the meaning of words. 
2. The ability to select the one appropriate mean¬ 
ing of a word which may have many meanings. 
3. The ability to deal with figurative language, not 
insisting on literal meanings when the author 
does not intend literal interpretation. 
4. The ability to determine the author's main ideas. 
5. The ability to paraphrase, or restate, what the 
author has written. 
6. The ability to see the relationship between one 
part and another and of all parts to the whole. 
7. The ability to adjust to the author's organiza¬ 
tional pattern. 
8. The ability to determine the author's purpose, 
his intent in writing, his point of view, his 
biases, or whom the author is addressing and 
with what goal in mind. 
9. The ability to draw inferences which are not 
specifically stated in the data. 
10. The ability to recognize literary devices such 
as humor, satire, or irony, and to detect mood 
or tone.l 
Eastland states that the ability to organize mate¬ 
rials for interpretation is based upon five abilities: 
^"Arthur W. Heilman, Principles and Practices of 
Teaching Reading (Columbus, Ohio: Charles E. Merrill Books, 
Inc., 1967), p. 426. 
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(1) to formulate the purpose for organization, (2) to select 
and recall relevant materials, (3) to arrange materials in 
proper sequence, (4) to evaluate information properly ac¬ 
cording to its primary and secondary importance, and (5) to 
summarize that information.'*' 
Interpretation of information involves another 
ability, that of making inferences, solving problems and 
drawing conclusions. After information has been interpret¬ 
ed, the ability to react critically to it and to integrate 
2 
it with one's past experiences is of paramount importance. 
The ability to interpret information can be en¬ 
couraged at the kindergarten level by having the children 
recall their experiences which are similar to those in the 
story. In the first grade, children may discuss whether a 
story is real or fanciful or what they would have done in a 
particular story. The second grade class may discuss the 
manner in which two sources treated the same story, and the 
third graders should begin to decide whether certain state- 
. 3 
ments m the content areas are facts or opinions. 
Hill suggests using books read for recreation to 
''"Eastland, op. cit., p. 80. 
2Ibid.. p. 82. 
2Ibid., p. 83. 
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teach the skills necessary to do critical reading. The 
books may be used as follows: 
1. To compare various biographies and fictionalized 
stories about one famous person as to what phases 
of the person's life is covered, any bias shown 
by the author, what is historically true, what 
is perhaps legend and what is perhaps pure fic¬ 
tion. 
2. Use books about boys and girls to discuss the 
problems of the main characters, their fears, 
their dreams and how they show courage. 
3. Have the pupils write a new ending to a story. 
4. Have the pupils read two versions of the same 
story and evaluate for similarities and differ¬ 
ences as to simplicity or difficulty, degree of 
descriptive language, style, and interest. 
5. Compare the accounts of important events in 
several newspapers. 
6. Use poetry to discuss and appraise the thought 
presented and its effect on the reader.^" 
Dechant writes that pupils early in life need to 
learn to interpret what he reads. The teacher may develop 
the critical reading skills with exercises similar to the 
following : 
1. Teacher pupils to discriminate between factual 
news reporting and editorial writing. 
2. Have pupils identify the types of writing that 
are more likely to state the facts, that indulge 
in the bantering about of personal opinion or 
that specialize in propaganda. 
■'"Hill, 0£. cit., p. 242. 
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3. Have pupils select from three or four stated 
purposes the one that best represents the 
writer's purpose. 
4. Have pupils select from a list of words those 
that tend to arouse the emotions of the readers. 
5. Have pupils match given propaganda techniques 
with statements.'*' 
Teachers play an important part in the development 
of critical reading skills. Wolf, King and Huck conducted 
a study to determine if elementary school children could be 
taught to read critically. One of their findings were that 
the kinds of questions teachers ask influence the depths of 
pupils' thinking. It was further found that in both the 
control and experimental groups, the questions the teachers 
asked pertaining to gathering specific facts elicited 
guessing and literal responses whereas of which required 
analyzing and evaluating produced the responses of hypoth¬ 
esizing and evaluating from pupils. It was concluded that 
children who received instruction in critical reading are 
able to give more evaluating responses and fewer literal, 
memory and inferring responses than those who have not re- 
2 ceived such instruction. 
^Dechant, op. cit., p. 374. 
2 
Willavene Wolf, Martha King, and Charlotte S. Huck, 
"Teaching Critical Reading to Elementary School Children," 
Reading Research Quarterly (Summer, 1968), 490. 
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Painter recommends the following for developing 
critical reading skills on the part of the teacher: 
1. The teacher herself must be a critical reader. 
2. She must give practices in the skill. 
3. She must remember that critical thinking abili¬ 
ties are difficult and they are slow agrowing. 
4. She must help children gain background and ex¬ 
periences . 
5. She must encourage critical thinking and be 
pleased by questioning of children rather than 
annoyed by it. 
6. She must create the setting for critical reading. 
7. She must use logic in promoting sound and proper 
attitudes. 
Summary of Related Literature 
Most authors agree that critical reading involves 
understanding and some types of reaction to what has been 
understood. It is developmental in nature and is an on¬ 
going process. The complex nature of critical reading 
makes it necessary for pupils to have a command of basic 
recognition and comprehension skills. It is likely that 
the greatest barrier to critical reading is the reader's 
lack of instruction in specific critical reading skills and 
■'"Helen Painter, "Critical Reading in the Primary 
Grades," The Reading Teacher (October, 1965), 36. 
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limited daily experiences. 
Critical reading has its place in the elementary 
school. Studies have indicated that pupils at the primary 
level can learn some aspects of this reading-thinking pro¬ 
cess. Further, scientific studies of children's thinking 
support the view that reasoning ability seems to begin at 
about three years of age and to develop gradually with ex¬ 
perience and language. However, if pupils are to develop 
skills for reading critically, teachers must think in terms 
of developing these skills from their first contacts with 
children. 
There are many abilities to be considered in teach¬ 
ing critical reading skills. Some of these are: (1) rec¬ 
ognizing meanings of words, (2) dealing with figurative 
language, (3) determining main ideas, (4) paraphrasing, 
(5) determining the author's purposes and/or biases, and 
(6) drawing inferences which are not stated. Activities in 
which these skills may be developed are as varied as the 
teacher's imagination. Teachers have an obligation at all 
levels to be resourceful in their attempts at instruction. 
The teacher must be familiar with the skills and adept in 
the use of them in instructional situations. 
CHAPTER II 
PRESENTATION, ANALYSIS AND 
INTERPRETATION OF DATA 
Introductory Statement 
This chapter presents, analyzes and interprets data 
pertinent to teachers1 attitudes toward the critical read¬ 
ing process as they relate to understanding of critical 
reading concepts, fundamental principles of critical read¬ 
ing and the frequency with which teachers employ critical 
reading skills in their classroom activities. 
The instrument used in this study was a question¬ 
naire especially designed to investigate this area in four 
basic categories of information: (1) concepts of critical 
reading, (2) principles of critical reading, (3) develop¬ 
ment of critical reading skills, and (4) teachers' accept¬ 
ance of certain procedures if introduced as school practice. 
These categories were formulated in order to serve 
as a bases for the organization of the information needed 
for this study. Within each category, specific items were 
22 
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listed to determine attitudes toward critical reading and 
the extent to which such attitudes were reflected in actual 
instructional practices. 
The subjects in the study involved forty elementary 
school teachers from two schools in a southern metropolitan 
area. There were four males and thirty-six females who 
participated in the study. The teachers represented in 
this study taught pupils ranging from kindergarten to 
seventh grade. The pupil load per teacher ranged from ten 
to thirty-six pupils. The experience of the respondents 
ranged from three years to six or more years, with twenty- 
five teachers, or 63 per cent having six or more years of 
experience. Seventy-seven per cent held professional cer¬ 
tificates based on four years of college preparation and 
nine or 23 per cent held professional certificates based on 
earned master's degrees. 
The questionnaire was formulated and validated by 
administering it to ten elementary school teachers who were 
not included in the final sample. A copy of the question¬ 
naire, with an explanation of the purpose of the study, was 
given to each subject in a meeting. The collection of the 
data involved a week's period during the winter of 1969. 
The data were treated, interpreted and summarized 
24 
in terms of frequency and percentage of persons holding cer¬ 
tain attitudes, engaging in certain practices and in terms 
of instruction of critical reading skills. 
The findings and consequent interpretations derived 
from the responses of the forty subjects were organized and 
presented, following a description of the characteristics 
and responsibilities of the respondents, under the follow¬ 
ing main topics: 
1. Teachers' awareness of the concepts of critical 
reading. 
2. Teachers1 awareness of the fundamental princi¬ 
ples of critical reading. 
3. Classroom practices in critical reading. 
a. Defined objectives 
b. Frequency of use 
c. Materials used 
4. Teachers' proposed acceptance and adoption of 
certain factors as practices for school. 
Characteristics of Respondents 
The data derived from the responses of the teachers 
participating in the study which pertain to (a) sex, (b) 
various grades within the school, (c) pupil load, (d) years 
of experience, (e) classroom organization, (f) age group of 
respondents, (g) reading training, (h) special courses in 
reading, (i) types of certificates held, (j) college majors 
25 
and minors, (k) graduate work are presented in Tables 1 
through 11. 
Table 1 shows that there were forty teachers involv¬ 
ed in this study, 10 per cent of whom were male and 90 per 
cent of whom were female. 
TABLE 1 
SEX OF RESPONDENTS PARTICIPATING 
IN THE STUDY 
Sex Number Per Cent 
Male 4 10 
Female 36 90 
Total 40 100 
The various grades taught by participants in this 
study ranged from kindergarten through seventh grade with 
one EMR class. Table 2 shows participation in this study 
of three kindergarten teachers, comprising 7.5 per cent of 
the total group; five or 12.5 per cent were first grade 
teachers; another five or 12.5 per cent were second grade 
teachers; six or 15 per cent were third grade teachers; 
six or 15 per cent were fourth grade teachers; four or 10 
per cent were fifth grade teachers; five or 12.5 per cent 
were sixth grade teachers; five or 12.5 per cent were 
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TABLE 2 
NUMBER AND PERCENTAGE OF SUBJECTS TEACHING 
VARIOUS GRADES WITHIN THE SCHOOLS 
REPRESENTED 
Grade Levels Number Per Cent 
Kindergarten 3 7.5 
1 5 12.5 
2 5 12 .5 
3 6 15 .0 
4 6 15.0 
5 4 10.0 
6 5 12 .5 
7 5 12.5 
EMR 1 2 .5 
Total 40 100 
seventh grade teachers and one or 2.5 per cent was an EMR 
teacher. Nineteen or 47.5 per cent of the subjects taught 
in kindergarten through third grade; twenty or 50 per cent 
taught in grades four through seven and one or 2.5 per cent 
taught a special class. 
Table 3 shows that the pupil load per teacher ranged 
from ten to thirty-one and above. Only one teacher had a 
class load of less than ten pupils. Thirty-one or 77.5 per 
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TABLE 3 
PUPIL LOAD OF TEACHERS RESPONDING 
TO QUESTIONNAIRE 
Pupil Load Number Per Cent 
Less than 10 1 2 .5 
20 - 30 31 77 .5 
31 and above 8 20.0 
Total 40 100 
cent had pupil loads of between twenty and thirty, wherein 
eight or 20 per cent had pupil loads of thirty-one and 
above. 
The experience of the respondents ranged from three 
to six or more years, with twenty-five or 62.5 per cent 
having six or more years of teaching experience as shown in 
Table 4. 
It is indicated in Table 4 that no teacher had less 
than three years of experience. Only four teachers or 10 
per cent of the subjects had three years of experience. It 
is to be noted that more than half, 62.5 per cent of the 
subjects had been teaching for six or more years. 
Table 5 shows that twenty-four or 60 per cent of 
the respondents taught in self contained classes; ten or 
25 per cent in a departmental organization and six or 15 per 
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TABLE 4 
YEARS EXPERIENCE OF TEACHERS RESPONDING 
TO QUESTIONNAIRE 
Experience Number Per Cent 
3 years 4 10.0 
4 years 7 17.5 
5 years 4 10.0 
6 years or more 25 62.5 
Total 40 100 
cent worked as members of teams of teachers. 
TABLE 5 
TYPES OF CLASSROOM ORGANIZATION IN 
WHICH SUBJECTS TAUGHT 
Organization Number Per Cent 
Self contained 24 60 
Departmental 10 25 
Team teaching 6 15 
It may be noted that in Table 5 three types of 
classroom organizations were operative within schools where 
participating teachers worked. However, it may be noted 
also that most of the subjects taught in self contained 
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classroom situations. Only six or 15 per cent taught as 
members of teams, while ten or 6 per cent of the teachers 
worked in departmental organizations. 
Table 6 shows that 12.5 per cent of the respondents 
were twenty-five years or younger; 42.5 per cent were thirty- 
five years or under, and 45 per cent were thirty-five years 
or above. 
TABLE 6 
AGE GROUPS OF THE TEACHERS PARTICIPATING 
IN THE STUDY 
Age Number Per Cent 
25 or under 5 12 .5 
26 - 34 17 42 .5 
35 or above 18 45 .0 
Total 40 100 
Table 6 indicates that thirty-five or 87.5 per cent 
of the subjects were twenty-six years of age or above. 
While only five or 12.5 per cent were twenty-five or under 
years old. This corroborates, to an extent, the amount of 
experience reported by the subjects. 
Table 7 shows that twenty-five or 72.5 per cent of 








Responses Number Per Cent 
Yes 29 72.5 
No 11 27 .5 
Totals 40 100 
instruction, while 27.5 per cent had not received profes¬ 
sional training in this area. It may be noted however, that 
though most of the respondents had studied on a graduate 
level in this area, the amount of such professional prepara¬ 
tion varied. 
Table 8 shows that eleven or 27.5 per cent of the 
subjects indicated that they had had no special courses in 
reading; ten or 25 per cent of the respondents had had one 
course; eight or 20 per cent had had two courses; three or 
7.5 per cent had had three courses; six or 15 per cent had 
had four courses and two or 5 per cent had had five courses. 
Table 8 indicates that eleven or 27.5 per cent of 
the respondents had had no special courses in reading; 
twenty-one or 52.5 per cent had had from one to three 
courses and eight or 20 per cent had had more than three 
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TABLE 8 
NUMBER OF READING COURSES TAKEN 
BY RESPONDENTS 
Courses Number Per Cent 
None 11 27 .5 
1 10 25.0 
2 8 20.0 
3 3 7 .5 
4 6 15 .0 
5 2 5.0 
Total 40 100 
courses of reading. A representative number had training 
in reading. 
Table 9 shows the types of certificates held by the 
respondents. Thirty-one or 77.5 per cent of the respon¬ 
dents held professional certificates based on four years of 
college preparation and nine or 22.5 per cent held profes¬ 
sional certificates based on earned master's degrees. 
All of the respondents had completed the require¬ 
ments for four year professional certificates and nine or 
22.5 per cent had earned master's degrees. 
It is indicated in Table 10 that twenty-one or 52.5 




OF CERTIFICATES HELD BY 
RESPONDENTS 
Certificate Number Per Cent 
T-4 31 77 .5 
T-5 9 22 .5 
Totals 40 100 
ten or 25 per cent of them studied education as a minor. 
Ten or 25 per cent were social studies majors; whereas, 
only three or 7.5 per cent minored in social studies. Two 
respondents had a mathematics major; two others were biology 
majors; while five or 12.5 per cent majored in home econom¬ 
ics. Five or 12.5 per cent minored in business education; 
TABLE 10 
UNDERGRADUATE MAJORS AND MINORS OF THE 










Education 21 52 .5 None 14 35.0 
Social Studies 10 25.0 Education 10 25.0 
Mathematics 2 5.0 Social Studies 3 7 .5 
Biology 2 5.0 History 5 12 .5 
Home Economics 5 12.5 Business Education 5 12.5 
English 2 5.0 
Music 1 2.5 
Total 40 100 40 100 
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and another 12.5 per cent minored in history. Two or 5 per 
cent minored in English and one or 2.5 per cent minored in 
music. Fourteen or 35 per cent did not have a college 
minor. Seventy-seven and five tenths per cent of the re¬ 
spondents majored or minored in education. 
Table 11 shows that thirty-four or 85 per cent of 
the respondents had done graduate study. Nine or 22.5 per 
cent had had one semester of graduate study; five or 12.5 
per cent had had two semesters; eleven or 27.5 per cent had 
had more than two semesters and nine or 22.5 per cent had 
master 1s degrees. 
TABLE 11 
GRADUATE WORK OF RESPONDENTS 
Graduate Work Number Per Cent 
None 6 15.0 
One Semester 9 22.5 
Two Semesters 5 12.5 
More than two Semesters 11 27 .5 
Master 1s Degree 9 22.5 
Total 40 100 
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It was noted in Table 11 that 85 per cent of the 
respondents had done graduate work or held master's degrees, 
wherein, only 15 per cent had not done any graduate work. 
It was indicated in Tables 1 through 11 that the 
study consisted of forty subjects, thirty-six females and 
four males. These subjects taught in grades kindergarten 
through seven with one teaching a special class. The pupil 
load ranged from less than ten to thirty-one and above. 
All of the subjects had more than three years of experience 
and taught in self contained, departmental or team teaching 
organizations. Their ages spanned from below twenty-five to 
above thirty-five with the majority being twenty-six and 
above-. Only eleven had had no training in reading. All 
subjects held professional certificates and most had done 
graduate work. 
Teachers1 Awareness of the Concepts 
of Critical Reading 
Awareness is used by the writer to interpret the 
respondent's acquaintance with certain concepts pertinent 
to the critical reading process. 
Research has described the critical reading process 
as being one where the reader reads all material but where 
thinking about the content does not stop with the literal 
35 
understanding. He uses his previous experiences to probe 
inferences and implications of what he is reading. The 
critical reader further thinks with the writer and formu¬ 
lates clearly what is read. He checks the authenticity of 
the materials and evaluates the author's credentials. More¬ 
over, he looks for errors in reasoning and develops a keen 
awareness to the rightness or wrongness of what is pre¬ 
sented . 
Investigators have found that children at ages well 
before those which they enter school are able to make valid 
judgments in relation to their experiences and their matu¬ 
rity level. ■*" 
Critical reading is required in every subject. Stu¬ 
dents in arithmetic need to perceive the patterns that are 
involved in problem solving and to read critically in order 
to separate relevant and irrelevant facts. Separate facts 
must be put into "workable, generative classification sys¬ 
tems" in science. In geography, students should learn facts 
in the process of solving geographic problems and developing 
2 
workable generalizations. 
Investigators agree that critical reading is a 
'LFay, OJD. cit. 
O 
Strang, McCullough, and Traxler, 0£. cit., p. 273. 
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positive approach to the printed page. That critical read¬ 
ing is reading with a thoughtful attitude which involves 
reflecting and interpreting. It is further referred to as 
creative reading because the reader is creating more than 
the author put into the story."*" 
Factors which educators believe to be involved in 
critical reading are attitudes, background of experiences, 
intelligence, personality, general reading abilities, crea¬ 
tive thinking abilities, feelings and values. Investiga¬ 
tors maintain that critical reading skills that have been 
built in the primary grades are strengthened and extended 
in the middle grades. 
Teachers' responses to concepts 
of critical reading 
This section of the investigation analyzes, by means 
of frequency and percentages, teachers' awareness of the 
concepts of critical reading. 
Table 12 shows that twenty-four or 60 per cent of 
the respondents felt that kindergarten children were not 
too young to react critically, wherein, twelve or 30 per 
cent felt that they were too young and four or 10 per cent 
"*"J. C. Gainsburg, "Critical Reading is Creative 
Reading and Need Creative Teachers," The Reading Teacher, 
XV (December, 1961), 185. 
TABLE 12 
TEACHERS' BELIEFS ABOUT SELECTIVE CONCEPTS 
OF CRITICAL READING 
Yes No Lack of Total 
Items Num- Per Num- Per Knowledge Num- Per 
ber Cent ber Cent Number Per Cent ber Cent 
1. Kindergarten pupils are to 
young to react critically 12 30 24 60 4 10 40 100 
2 . Critical reading skills 
should be taught only by the 
reading teacher 4 10 35 87 .5 1 2.5 40 100 
3. Critical reading is a posi¬ 
tive approach to the printed 
page 35 87 .5 2 5 3 7.5 40 100 
4. Intelligence, background of 
experiences, feelings and 
values influence the level 
and quality of the responses 
to the printed page 39 97 .5 0 0 1 2.5 40 100 
5 . Critical reading foundations 
laid in primary grades are re¬ 
inforced and extended in the 
middle grades 38 95 1 2 .5 1 2.5 40 100 
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indicated they lacked knowledge of the situation. 
Thirty-five or 87.5 per cent of the respondents, as 
reported in Table 12, believed that critical reading skills 
should not be taught by the reading teacher only. Four or 
10 per cent believed that they should be and one or 2.5 per 
cent indicated a lack of knowledge. 
It was revealed in Table 12 that thirty-five or 
87.5 per cent of the respondents felt that critical reading 
is a positive approach to the printed page, wherein, two or 
5 per cent believed it was not. Three or 7.5 per cent 
showed they lacked knowledge. 
The responses indicated that thirty-nine or 7.5 per 
cent felt that intelligence, background of experience, feel¬ 
ings and values influence the level and quality of responses 
to the printed ideas. One or 2.5 per cent indicated a lack 
of knowledge. 
Thirty-eight or 5 per cent of the respondents be¬ 
lieved that critical reading foundations laid in the pri¬ 
mary grades are extended in the middle and upper grades. 
However, one or 2.5 per cent felt that they were not and 
one or 2.5 per cent indicated they lacked knowledge. 
Generally, respondents are in concensus with re¬ 
search, but in terms of kindergarten children and critical 
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reading there is significant evidence of general unaware¬ 
ness that such is thought to be possible. 
A small margin indicated that they lacked knowledge 
to respond positively. As previously stated, research has 
found that children are able to react critically to reading 
matter at a very early age. 
Although many of the respondents felt that kinder¬ 
garten children were too young to react critically to read¬ 
ing, generally, they felt that the foundations for critical 
reading were laid in the primary grades and reinforced and 
extended in the middle grades. Further, they felt that 
critical reading was a positive approach to the printed 
page and that one's responses to the printed page was in¬ 
fluenced by intelligence, background of experience, feel¬ 
ings and values. 
Teachers' Awareness of the Fundamental 
Principles of Critical Reading 
Research has shown that while all people supposedly 
seek to perceive things clearly and correctly, attitudes can 
distort what is actually seen. Readers tend to remember 
best those facts and ideas that confirm and reinforce their 
own views and attitudes and to forget material on other 
sides of an issue whether it be political, religious, racial 
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ethical, or purely personal.1 
Investigators agree that critical reading is devel¬ 
opmental in nature and is an on-going process. It has been 
noted that reading for meaning is emphasized by the authors 
of practically all basal reader series, and that emphasis 
is particularly noticeable at the beginning reading level. 
Although intelligence and ability to read critical¬ 
ly appear to be related, investigators have found that high 
performance on an intelligence test does not necessarily 
guarantee high performance in situations which require 
critical thinking. 
Critical reading is critical thinking applied to 
reading, and critical reading, in turn, develop habits of 
critical thinking. One cannot be divorced from the other. 
Research shows that problems which have meaning for 
children afford excellent opportunities for critical think¬ 
ing. Young children should be taught to recognize problems 
that need solving and to state them in their own words. In 
problem solving situations there is the occurrence of crit¬ 
ical thinking. 
1Josephine A. Piekarz, "Attitudes and Critical Read¬ 
ing, " in Critical Reading, ed. by Martha L. King, et al. 
(Philadelphia: J. B. Lippincott Company, 1967), p. 74. 
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Investigators agree that critical reading is intel¬ 
ligent reading which proceeds from simple to complex reason¬ 
ing and analysis, thus critical reading skills increase in 
complexity as the child advances from one reading level to 
another. 
Teachers1 responses to principles 
of critical reading 
This section of the investigation analyzes, by 
means of frequency and percentages, teachers' awareness of 
selected principles of critical reading. 
Table 13 shows that forty or 100 per cent of the 
respondents felt that the individual's attitude was of 
great importance when reading critically. Thirty-four or 
85 per cent of the respondents believed that critical read¬ 
ing and thinking abilities followed a sequential develop¬ 
ment. Three or 7.5 per cent believed that they did not and 
three or 7.5 per cent indicated a lack of knowledge. 
The responses in Table 13 indicated further, that 
twenty-one or 52.5 per cent of the respondents felt that 
high intelligence did not guarantee high performance in 
weighing ideas. Seventeen or 42.5 per cent felt that it 
did and two or 5 per cent showed they lacked knowledge. 
It was revealed that thirty-four or 85 per cent of 
TABLE 13 
TEACHERS' BELIEFS ABOUT CERTAIN PRINCIPLES 
OF CRITICAL READING 
Yes No Lack of Total 
Items Num- Per Num- Per Knowledge Num- Per 
ber Cent ber Cent Number Per Cent ber Cent 
1• The attitudes the individual 
brings to the material he reads 
are of great importance when 
reading critically 40 100 0 0 40 100 
2. Critical reading and thinking 
abilities follow a sequential 
development 34 85 3 7.5 3 7.5 40 100 
3. High intelligence guarantees 
high performance in weighing 
ideas 17 42 .5 21 52 .5 2 5 40 100 
4. Anyone with an ability to think 
critically can be taught to 
read critically 34 85 6 15 0 40 100 
5. Critical thinking occurs in 
problem-solving situations 39 97.5 0 1 2.5 40 100 
6. Critical reading skills in¬ 
crease in complexity as the 
child advances from one read¬ 
ing level to another 40 100 0 0 40 100 
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the respondents believed that anyone with the ability to 
think critically could be taught to read critically, where¬ 
in six or 15 per cent believed this to be untrue. 
Thirty-nine or 97.5 per cent of the respondents be¬ 
lieved that critical thinking occurred in problem-solving 
situations. One or 2.5 per cent indicated a lack of knowl¬ 
edge . 
It was shown in Table 13 that forty or 100 per cent 
of the respondents felt that critical reading skills in¬ 
creased in complexity as the child advanced from one level 
to another. 
Item 3, in Table 13, showed that seventeen teachers 
felt that high intelligence guarantees high performance in 
weighing ideas. However, investigators have found that in¬ 
telligence of a high level does not guarantee high perfor¬ 
mance in weighing ideas. All of the respondents agreed 
that critical reading skills increased in complexity as the 
child advanced from one reading level to another. The re¬ 
spondents were generally aware of the principles of crit¬ 
ical reading about which they were questioned, except where 
responses suggested that high intelligence was required for 
proficient critical reading. 
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Classroom Practices in Critical 
Reading 
This portion of the study surveys the beliefs teach¬ 
ers' held regarding: (1) defined instructional objectives 
for critical reading, (2) the regularity with which teach¬ 
ers engaged in instruction of specific skills or sub-skills, 
and (3) the types of activities provided for developing 
critical reading skills. Further, this section surveys the 
types of materials used and the subject areas in which they 
were used. 
Objectives designed to guide 
critical reading instruction 
Some of the activities engaged in by teachers im¬ 
plied certain defined objectives held by the respondents. 
Activities in which respondents engaged "often" or "period¬ 
ically, but regularly" which would lead to the evaluation 
of reading materials in terms of biased presentations were: 
(1) comparing important events in several newspapers, (2) 
identifying types of writings that indulged in bantering 
about of personal opinions, and (3) identifying writing 
that specialized in propaganda. 
Activities that would aid the pupils in making 
judgments about validity of reading materials were: (1) dis¬ 
tinguishing between fact and fiction, (2) critically 
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examining advertising claims made by various products, and 
(3) engaging in open-end discussions. 
It was further revealed that activities engaged in 
to understand effects of kinds of language on readers were: 
recognizing emotional language and using poetry to discuss 
and appraise thoughts presented and the effect of these 
thoughts on readers. 
Activities which would aid in the ability to draw 
conclusions and making inferences were reflected by the 
regularity with which these activities occurred in the in¬ 
structional program. "Often" or "periodically, but regu¬ 
larly" responses were considered to indicate acceptable de¬ 
grees of regularity. 
Responses suggesting defined instructional objec¬ 
tives recognized by teachers.—This section of the investi¬ 
gation analyzes, by means of frequency and percentages, 
teachers' defined objectives as inferred by the regularity 
with which they engaged in certain activities, the grade 
levels at which these activities were most operative and 
the areas in which they were used. 
These data were analyzed in terms of comparative 
use of critical reading activities by kindergarten and pri¬ 
mary grade teachers (grades 1-3), with the use of the same 
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activities by upper elementary grade teachers (grades 4-7). 
There were nineteen kindergarten and primary teachers and 
twenty-one upper elementary teachers. 
Table 14 revealed that teachers of grades one 
through three and kindergarten "seldom" or "never" engaged 
in activities which might attest to their recognition of 
"evaluating materials in terms of bias" as a defined objec¬ 
tive. Computations show that not more than seven or 37 per 
cent of these nineteen teachers engaged in either of the 
activities regularly, wherein, 63 per cent or twelve of 
them "seldom" or "never" included such activities in their 
instructional programs. In terms of recognizing this same 
objective for teachers of grades four through seven, compu¬ 
tations show that a minimum of 67 per cent of them "often" 
or "periodically, but regularly" engaged in activities which 
would support recognition of "evaluating materials in terms 
of bias" as a defined objective. Only 33 per cent of these 
teachers "seldom" or "never" engaged in either of the three 
activities listed. 
It was noted that teachers of grades kindergarten 
through three "often" or "periodically, but regularly" 
engaged in activities which might attest to their recogni¬ 
tion of "making judgments about the validity of reading 
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TABLE 14 
DEFINED OBJECTIVES INFERRED THROUGH CLASSROOM ACTIVITIES 
Objectives/Activities 
1. To evaluate reading 
materials on basis of 
bias presentation 
Periodically, 
Often But Regularly Seldom 
Grades 





Basic Content for Critical 
 Reading Activities  
Read- Mathe- Social Sci- 
ing matics Studies ence 
compare important 
events in several K-3* 
newspapers 4_7 ** 4 19 
identify types of 
writing that indulge K-3 
in bantering about of 4-7 
personal opinions 
identify writing that K-3 
specialize propaganda 4-7 4 19 
7 37 7 37 5 26 19 100 
10 48 6 28 1 5 21 100 
2 11 9 47 8 42 19 100 
13 62 7 33 1 5 21 100 
2 11 5 26 12 63 19 100 
9 43 3 14 5 24 21 100 
3 22 6 
1 12 6 
11 2 
2. To make judgments about 
validity of reading 
materials 
3. 
a. distinguish between 





2 11 1 5 19 
21 
100 
100 4-7 5 24 1 5 1 5 
b. examine advertising 
claims critically K-3 3 16 7 37 9 47 19 100 
4-7 8 38 5 24 6 28.5 2 9.5 21 100 
c. engage in open-end 
discussions K-3 10 52 .5 6 31.5 3 16 19 100 
4-7 10 47 .5 10 47 .5 1 5 21 100 
To understand effects of 
kinds of language on 
reader 
a. recognize emotional K-3 11 58 3 16 4 21 1 5 19 100 
language 4-7 13 62 5 24 3 14 21 100 
b. use poetry to discuss 
and appraise thought 
presented and effect K-3 9 47 5 26 3 16 2 11 19 100 






2 10 7 
4 13 5 
5 21 11 
1 12 3 
15 2 
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But Reqularly Seldom Never Total 
Basic Content for Critical 
Reading Activities 









4. To draw conclusions and 
make inferences 
a. draw conclusions K-3 17 90 1 5 1 5 19 100 
28 11 19 16 
4-7 13 62 7 33 1 5 21 100 
b. make inferences K-3 13 68 4 21 2 11 19 100 27 7 15 10 




materials" as a defined objective. Computations show that 
eighteen or 95 per cent of these teachers engaged in at 
least one of the activities regularly. In terms of recog¬ 
nizing the same objectives for teachers in grades four through 
seven, computations show that twenty or 95 per cent regu¬ 
larly engaged in at least one of the activities as well. 
It was indicated that teachers of grades one through 
three and kindergarten regularly engaged in activities which 
might develop the ability to "understand effects of kinds 
of language." Fourteen or 74 per cent "often" or "period¬ 
ically, but regularly" engaged in these activities. In 
grades four through seven, eighteen or 86 per cent regular¬ 
ly engaged in one of the activities. 
Computations show that eighteen or 95 per cent of 
the teachers in grades kindergarten through three engaged 
in activities which might attest to their recognition of 
"drawing conclusions and making inferences" as a defined 
objective. Twenty or 95 per cent in grades four through 
seven also engaged in these activities regularly. 
Table 14 further revealed that most of these activ¬ 
ities were reported implemented in reading and social 
studies, with a small percentage being employed in mathema¬ 
tics and science. Many of the activities, however, lend 
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themselves to mathematics and science, especially drawing 
conclusions and making inferences. 
The items rated as defined objectives were those 
where it was indicated that activities implementing such 
objectives were in use "often" or "periodically, but regu¬ 
larly." It may be concluded that all of the activities 
engaged in implied defined objectives by the respondents 
but that some of the activities were not as actively employ¬ 
ed as others in grades kindergarten through third when com¬ 
pared with use in grades four through seven. 
Activities designed to promote 
critical reading skills 
Investigators have identified the skills necessary 
for critical reading as: (1) investigating sources, (2) rec¬ 
ognizing an author's purposes, (3) distinguishing opinion 
and fact, (4) forming judgments, and (6) detecting propa¬ 
ganda devices. These are separate from comprehension skills 
that require a lower level of inferences and interpretations. 
These are skills that go beyond the comprehension skills 
needed. 
Some of the sub-skills, or comprehension skills 
which are prerequisite to critical reading have been iden¬ 
tified as: (1) selecting and recalling relevant materials, 
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(2) arranging materials in proper sequence, (3) making in¬ 
ferences, (4) solving problems, (5) drawing conclusions, 
(6) evaluating information properly according to its pri¬ 
mary and secondary importance, and (7) summarizing that in¬ 
formation . 
In developing the skills of critical reading, re¬ 
searchers have found that many and varied techniques can be 
used. Some of these are: (1) comparing the accounts of 
important events in several newspapers, (2) having pupils 
identify the types of writing that are more likely to state 
facts, that indulge in the bantering about of personal 
opinion or that specialize in propaganda, (3) using poetry 
to discuss and appraise the thought presented and its ef¬ 
fect on the reader, (4) having pupils select from a list of 
words those that tend to arouse the emotions of the readers 
and (5) engaging in open-end discussions among pupils with 
minimal direction by the teacher. 
Frequency of use of critical reading activities.— 
Table 15 shows responses of teachers regarding classroom 
practices in critical reading. It may be noted that four 
or 10 per cent of the respondents indicated that they 
"often" engaged in the use of comparing events in several 
newspapers. Seventeen or 42.5 per cent indicated that they 
TABLE 15 
TEACHERS' RESPONSES REGARDING CLASSROOM 
PRACTICES IN CRITICAL READING 
Periodically, 
Items Often But Regularly Seldom Never Total 
No . % No. % No. % No. % No. % 
1. Comparing important events in 
several newspapers 4 10 17 42 .5 13 32.5 6 15 40 100 
2. Identifying types of writing 
that indulge in bantering 
about of personal opinion 15 37 .5 16 40 9 22 .5 40 100 
3. Recognizing emotional language 24 60 8 20 7 17.5 1 2 .5 40 100 
4. Identifying writing that spe¬ 
cializes in propaganda 4 10 11 27 .5 8 20 17 42.5 40 100 
5. Distinguishing between fact 
and fiction 30 75 7 17.5 2 5 1 2 .5 40 100 
6. Drawing conclusions 30 75 8 20 1 2 .5 1 2 .5 40 100 
7. Making inferences 25 62.5 8 20 6 15 1 2 .5 40 100 
8. Examining critically advertising 
claims made by various products 8 20 8 20 13 32 .5 11 27 .5 40 100 
9. Motivating open-end discussions 20 50 16 40 4 10 40 100 
10. Using poetry to discuss and ap¬ 
praise thought presented and 
effect on reader 19 47.5 9 22.5 8 20 4 10 40 100 
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"periodically, but regularly" engaged in this activity; 
thirteen or 32.5 per cent "seldom" engaged in the activity 
and six or 15 per cent indicated they "never" did so. 
It was revealed in Table 15 that none of the re¬ 
spondents indicated that they engaged in identifying types 
of writing that indulged in bantering about of personal 
opinions "often," however, fifteen or 37.5 per cent indicat¬ 
ed that they engaged in this activity "periodically, but 
regularly." Sixteen or 40 per cent engaged in this activ¬ 
ity "seldom" and nine or 22.5 per cent "never" did. 
Twenty-four or 60 per cent of the respondents 
indicated that they engaged in activities for recognizing 
emotional language "often." Eight or 20 per cent indicated 
that they did so "periodically.” Seven or 17.5 engaged in 
them "seldom," whereas, one or 2.5 indicated they "never" 
engaged in them. 
Table 15 revealed that four or 10 per cent of the 
respondents indicated that they "often" engaged in activ¬ 
ities for identifying writing that specializes in propagan¬ 
da. Eleven or 27.5 per cent indicated they engaged in this 
activity "periodically"; eight or 20 per cent "seldom" did 
and seventeen or 42.5 per cent "never" engaged in this ac¬ 
tivity. 
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The responses indicated that thirty or 75 per cent 
of the respondents engaged in activities that distinguished 
between fact and fiction "often"; seven or 17.5 per cent 
did so "periodically, but regularly"; two or 5 per cent 
"seldom" did and one or 12.5 per cent "never" did so. 
It was revealed that thirty or 75 per cent of the 
respondents indicated that they "often" engaged in activ¬ 
ities of drawing conclusions; eight or 20 per cent did so 
"periodically, but regularly"; one or 2.5 per cent "seldom" 
and one or 2.5 per cent "never" did so. 
It was indicated that twenty-five or 62.5 per cent 
of the respondents engaged in activities of making infer¬ 
ences. Eight or 20 per cent engaged in these activities 
"periodically, but regularly"; six or 15 per cent "seldom" 
and one or 2.5 "never" did. 
Eight or 20 per cent of the respondents "often" 
engaged in examining critically advertising claims made by 
various products. Eight or 20 per cent indicated that they 
did so "periodically, but regularly"; thirteen or 32.5 per 
cent engaged in this activity "seldom" and eleven or 27.5 
per cent "never" engaged in this skill. 
Twenty or 50 per cent of the respondents engaged in 
motivating open-end discussions "often"; sixteen or 40 per 
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cent engaged "periodically, but regularly"; in this activ¬ 
ity. Four or 10 per cent "seldom" did and no responses were 
indicated for "never." 
It was noted that nineteen or 47.5 per cent of the 
respondents used poetry to discuss and appraise the thought 
presented and effect on reader "often." Nine or 22.5 per 
cent did so "periodically, but regularly"; eight or 20 per 
cent "seldom" and four or 10 per cent indicated they "never" 
did so. 
Teachers1 responses indicated that most of these 
activities are "often" and "periodically, but regularly" 
operative. Of the activities "least" practiced were; (1) 
identifying types of writing that indulge in bantering about 
of personal opinion, (2) identifying types of writing that 
specialize in propaganda, and (3) examining critically ad¬ 
vertising claims made by various products. Activities 
"most" practiced were: (1) recognizing emotional language, 
(2) distinguishing between fact and fiction, (3) using 
poetry to discuss and appraise thoughts presented, and (4) 
the effect of thoughts on reader and sub-skills which must 
be possessed in order to engage in critical reading such as 
drawing conclusions, making inferences and open-end dis¬ 
cussions . 
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Use of special materials 
Investigators believe that special techniques should 
be used to develop critical reading skills. One of the mass 
media that can be used in the classroom to help children 
develop the ability to read critically is the newspaper. 
Investigators further agree that techniques which 
employ the identification of writings that specialize in 
propaganda and advertising claims made by various products 
are essential in developing discriminating consumers of a 
vast amount of printed materials. 
Poetry is another way to help children read criti¬ 
cally. It can be used to appraise the thought that is pre¬ 
sented and the manner in which it affects the reader. 
Responses regarding materials used 
This section of the investigation analyzes, by 
means of frequency and percentage, the use of special ma¬ 
terials in the classroom and the content areas in which 
they are employed. 
It was revealed in Table 16 that four or 10 per cent 
of the respondents "often" engaged in the use of propaganda 
materials; eleven or 27.5 per cent engaged in their use 
"periodically, but regularly"; eight or 20 per cent "seldom" 
did and seventeen or 42.5 per cent "never" used propaganda 
TABLE 16 
TYPES OF MATERIALS USED IN CLASSROOM ACTIVITIES 
Periodically, 
Materials/Content Often But Regularly Seldom Never Total 
No. % No. % No. % No. % No. % 
Material 




4 6 2 
c. Social Studies 3 4 4 
d. Science 2 
Material 
2. Advertisement 8 20 8 20 13 32.5 11 27 .5 40 100 
Content Area 
a. Reading 6 5 2 
b. Mathematics 2 1 1 
c. Social Studies 3 4 6 
d. Science 3 1 1 
Material 
3. Poetry 19 47 .5 9 22.5 8 20 4 10 40 100 
Content Area 
a. Reading 18 7 5 
b. Mathematics 1 







Table 16 further revealed that eight or 20 per cent 
of the respondents used advertisement "often"; eight or 20 
per cent used it "periodically, but regularly"; thirteen or 
32.5 per cent did so "seldom" and eleven or 27.5 per cent 
"never" did. 
Nineteen or 47.5 per cent of the respondents used 
poetry "often" in their classroom activities, wherein, nine 
or 22.5 per cent used it "periodically, but regularly." 
Eight or 20 per cent used it "seldom" and four or 10 per 
cent "never" used this material. 
It was revealed that "most" of the respondents who 
used propaganda materials, used them in reading and social 
studies. Two indicated that they used them in science and 
none of them used them in mathematics. 
It was further noted that "most" of the respondents 
used advertisement in reading and social studies with four 
using it in mathematics and five using it in science. 
The largest number of the respondents indicated 
they used poetry in reading; one indicated that it was used 
in mathematics; five used it in social studies and two in¬ 
dicated they used it in science. 
"Most" of the respondents used materials that would 
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aid in the development of critical reading skills, however 
it was noted that "fewer" used propaganda materials. "Most" 
of the respondents used these materials in reading and many- 
used them in social studies. One explanation for many of 
those who did not use these materials is that teachers who 
taught in the primary grades may have felt that such ma¬ 
terials were too advanced for the particular grade levels. 
Teachers1 Proposed Acceptance and Adoption 
of Certain Factors as Practices for School 
This portion of the study was an effort to determine 
teachers' reactions if faced with curriculum change with an 
increased show of emphasis on critical reading. To ascer¬ 
tain their reactions, the group was asked to indicate the 
extent of their acceptance of certain changes in the pres¬ 
ent school program. The group was asked to indicate whether 
they "liked," "disliked" or "neither liked nor disliked" 
certain changes. The changes asked about concerned: (1) 
an increase in emphasis of critical reading within the total 
school program, (2) an in-service program to develop com¬ 
petence in teaching critical reading skills, and (3) a 
planned effort of assessing critical reading status of 
pupils throughout the school. 
Table 17 reveals that eighteen or 45 per cent of 
TABLE 17 
TEACHERS' RESPONSES REGARDING ACCEPTANCE OF 
CERTAIN FACTORS AS PRACTICES FOR SCHOOL 
Item 
Dis- Neither Liked 
Liked liked Nor Disliked Total 
No. % No. % No. % No. % 
1. An increase in emphasis of critical 
reading as a total school program 18 45 20 50 2 5 40 100 
2. An in-service program to develop 




29 72.5 10 25 1 2.5 40 100 
3. A planned effort of assessing 
critical reading status of pupils 27 67 .5 11 27.5 2 5 40 100 
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the respondents would "like" to undertake an increase in em¬ 
phasis of critical reading within the total school program. 
Twenty or 50 per cent would "dislike" doing so and two or 
5 per cent "neither liked nor disliked" it. 
It was indicated in Table 17 that twenty-nine or 
72.5 per cent would "like" an in-service program to develop 
competence in teaching critical reading, while ten or 25 per 
cent "disliked" the idea and one or 2.5 per cent "neither 
liked nor disliked" it. 
The responses indicated that twenty-seven or 67.5 
per cent "like" the idea of a planned effort of assessing 
the critical reading status of pupils, however eleven or 
27.5 per cent "disliked" the idea. Two or 5 per cent indi¬ 
cated they "neither liked nor disliked" the idea. 
It appears that the largest percentage of teachers 
responding prefer an in-service program for upgrading in¬ 
structional competence in the critical reading area. Few¬ 
est would wish to undertake a total school emphasis in this 
direction. The teachers tend to express a felt need for 
additional assessment of pupil needs in the area of critical 
reading. 
Summary 
The subjects involved in this study consisted of 
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forty elementary school teachers in two local schools. 
These subjects taught grades kindergarten through seventh, 
with one EMR class involved. The pupil load ranged from 
less than ten to more than thirty. There were three types 
of classroom organization, self-contained, departmental and 
team teaching, with the majority of teachers working in a 
self-contained organization. None of the subjects had less 
than three years experience and approximately 63 per cent 
had six or more years of experience. The ages of the sub¬ 
jects ranged from below twenty-five to above thirty-five. 
Eleven of the subjects had had no training in reading, but 
others had had from one course to five courses in reading. 
The subjects' college majors and minors ranged from educa¬ 
tion to music, with the largest percentage majoring or 
minoring in education. All of the subjects held profession¬ 
al certificates and nine had master's degrees. Most of the 
subjects had done graduate study. 
The respondents in the study were generally aware of 
and in agreement with the concepts of critical reading they 
were questioned about. Many, however, did not think that 
kindergarten children could react to critical reading. 
It was also noted that the subjects were generally 
in agreement with the literature regarding the critical 
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reading principles about which they were questioned. A 
large percentage felt that high intelligence did guarantee 
high performance in weighing ideas. All of the respondents 
agreed that critical reading skills increased in complexity 
as the child advanced from one reading level to another. 
Most of the skills and sub-skills of critical read¬ 
ing were "often" or "periodically, but regularly" operative 
in classroom activities. It was particularly noticed that 
most of the respondents never engaged in activities that 
identified writings specializing in propaganda nor adver¬ 
tising claims made by various products. However, all of 
the subjects engaged in some activity which might develop 
critical reading skill. The activities most "often" engaged 
in were: recognizing emotional language; distinguishing be¬ 
tween fact and fiction; drawing conclusions; making infer¬ 
ences; engaging in open-end discussions, and using poetry 
to discuss and appraise the thought presented and the ef¬ 
fect of the thought on the reader. 
The respondents1 reactions to curriculum change were 
generally "favorable." Most were not in accord with under¬ 
taking an increased emphasis of critical reading within the 
total school program, but did feel that they would "like" 
an in-service program of an adequate duration to develop 
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competence in critical reading instruction. They further 
"favored" a planned effort of assessing the critical read¬ 
ing status of pupils. 
Generally, the respondents were aware of concepts 
and skills of critical reading and sought to develop criti¬ 
cal readers by engaging in classroom activities pertinent 
to the critical reading process. 
Most of the respondents inferred that they had de¬ 
fined objectives in teaching the critical reading skills. 
They engaged in activities that would develop specific short 
and long range skills. Further, they used materials that 
would aid in the development of these skills. 
It may be observed that the respondents were experi¬ 
enced and had the educational background to provide the 
types of experiences needed for teaching critical reading 
skills. Such backgrounds should reflect competence in in¬ 
struction of such a nature that the learners would benefit 
immediately or over a long term from a systematically 
planned program which would include direct or indirect ef¬ 
forts at achieving proficiency in critical reading. 
CHAPTER III 
SUMMARY, CONCLUSIONS, IMPLICATIONS 
AND RECOMMENDATIONS 
Rationale 
Isn't it ironic that in an age of bewildering and 
complex problems, the forces that inform us also confuse 
our thinking? To read critically was never so vital as it 
is in these present times. Training in critical reading is 
one of the compelling needs of the present, and one of the 
hopes of the future. 
Children in today's school will be confronted with 
a great deal of printed material in adulthood. The teach¬ 
er's task is to be sure that pupils now learning how to 
read also learn to be discriminating consumers of a vast 
amount of printed material. 
Evidence which has been obtained over the years in¬ 
dicate that critical reading does not occur through osmosis, 
nor does it result from chance. 
The bulk of critical reading research has been done 
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on the high school and college levels. Although research 
has suggested that primary school children, if properly in¬ 
structed, have the ability to do critical thinking and crit¬ 
ical reading. 
There still remains a need for increased teacher 
awareness with regard to the critical reading habits of the 
pupils during activities at school, especially at earlier 
stages of pupil development. With the continued growth in 
knowledge and understanding of critical reading, teachers 
will need to give more deliberate attention to identifying 
specific critical reading skills, defining aims, establish¬ 
ing achievement goals and developing procedures for teach¬ 
ing the component skills involved. 
To what extent are teachers aware of the concepts 
and skills of critical reading? How often are they engag¬ 
ing in developing them in their classroom activities? Such 
questions are particularly cogent for teachers at elemen¬ 
tary levels. 
This investigation proposes to provide relevant in¬ 
formation about inquiries through some determination of 
teachers1 attitudes toward critical reading and the techni¬ 
ques currently used for critical reading instruction in the 
elementary grades. 
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As a classroom teacher, the writer observed the in¬ 
ability of her students to react critically or give thought¬ 
ful responses in terms of making judgments about written 
material beyond the factual level. A self-examination re¬ 
vealed that she had not been aware of the importance of de¬ 
veloping responsive attitudes toward critical reading ex¬ 
periences. Thus, the writer became aware of the importance 
of direct instruction and practices in the specific skills 
that promote critical reading competence. 
Information from this study should provide informa¬ 
tion pertinent to understanding and determining areas where 
it is necessary to strengthen in-service training. The re¬ 
sults should yield useful information that would aid teach¬ 
ers in adjusting instruction for critical reading experi¬ 
ences within their classroom situations. 
Problem and Purpose of the Study 
The problem of this study was to ascertain the at¬ 
titudes of teachers about critical reading in elementary 
schools and the extent to which these teachers provide for 
the development of critical reading skills among pupils in 
two selected schools. 
The purposes of the study were: 
1. To ascertain teachers' awareness of the critical 
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reading process as it relates to: 
a. critical reading concepts 
b. fundamental principles regarding the teach¬ 
ing of critical reading 
2. To ascertain the teachers' approach to the de¬ 
velopment of good critical reading skills 
through: 
a. defining achievement objectives 
b. engaging in activities which promote skills 
in critical reading 
c. use of special materials and content 
3. To determine attitudes toward upgrading critical 
reading skills by adjusting or modifying total 
school practices. 
4. To draw from the research findings implications 
for improved classroom instruction in the area 
of critical reading. 
This study may be limited in that it involved only 
teachers in two elementary schools in Metropolitan Atlanta. 
Thus, conclusions derived apply to the teachers studied in 
this situation. 
Terms pertinent to this study are defined as fol¬ 
lows : 
1. "Attitudes" - Used in this study to refer to 
what people say they believe. 
2. "Critical reading" - The process of evaluating 
the authenticity and validity of material and of 
formulating an opinion about it.-*- 
1 
Bond and Wagner, op. cit., p. 285 . 
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Research Design and Procedure 
The Descriptive-Survey Method of research was used, 
employing the questionnaire as a technique for gathering 
data pertinent to this problem. 
Involved in this study were forty of fifty elemen¬ 
tary school teachers employed in two Atlanta public schools 
who responded to the questionnaire. This study took place 
during the winter, 1969. 
Literature pertinent to major aspects of critical 
reading was surveyed in order to provide basic research and 
theoretical data upon which the questionnaire items were 
structured. These data further served as a background of 
information around which the conceptual framework for the 
research could be formulated. 
The data were collected by means of a specially de¬ 
signed questionnaire. The data were analyzed in terms of 
frequency and percentage and interpreted and presented in 
tables. 
Summary of Related Literature 
Critical reading requires some of the higher level 
comprehension skills. It involves both literal and inter¬ 
pretive comprehension. It is developmental in nature and 
is an on-going process. The complex nature of critical 
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reading makes it necessary for pupils to have a command of 
basic word recognition and comprehension skills. It is 
likely that the greatest barrier to critical reading is the 
reader's lack of instruction in specific critical reading 
skills and limited daily experiences. 
Parker found that some critical reading skills are 
perhaps acquired in the normal course of training and ex¬ 
perience, but higher degrees of proficiency in critical 
reading must be taught.^ 
Wolf, King and Huck found that the kinds of ques¬ 
tions teachers ask influence the level of pupils' thinking. 
It was concluded that children who receive instruction in 
critical reading are able to give more evaluating responses 
2 than those who have not received such instruction. 
It appears that the teaching in critical evaluation 
in the reading process can begin as early as the kindergar¬ 
ten at school, and even earlier in the child's home. 
Stauffer maintains that six-year-olds can learn some as- 
3 
pects of the reading-thinking process. 
^Parker, o£. cit., p. 57. 
2 
Wolf, King, Huck, ojo. cit., p. 490. 
3 
Stauffer, o]3. cit., p. 183. 
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Critical reading skills may be developed through 
activities that are as varied as the teacher's imagination 
will allow. Hill suggests using books read for recreation 
to teach skills necessary to do critical reading.'*' 
Critical reading has its place in the elementary 
school. Teachers in elementary schools have an obligation 
to provide for the development of critical reading skills 
among their pupils. The teacher must be familiar with the 
skills and the use of them in instructional situations. 
Findings 
The inquiry into the elementary teachers 1 awareness 
of the concepts and principles of critical reading has been 
most revealing. The value of organized instruction and 
practice in the specific skills that enter into critical 
reading have been found to be most valuable at the primary 
level, and in successive order at the intermediate and 
upper elementary levels. The following statements are a 
summary of the findings yielded by the analyses of data 
presented in the preceding chapter. 
Definitive characteristics of respondents partici¬ 
pating in the study were as indicated below: 
■*"Hill, 0£. cit., p. 239. 
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1. Four or 10 per cent of the respondents were male, 
thirty-six or 90 per cent were female? 20 per 
cent had more than thirty pupils in their classes; 
63 per cent had six or more years of experience? 
thirty-five or 87.5 per cent were twenty-six 
years of age or above; twenty-five or 72.5 per 
cent had had professional courses in reading in¬ 
struction . 
2. Thirty-one or 77.5 per cent of the respondents 
held professional certificates based on four 
years of college preparation and nine or 22.5 per 
cent held professional certificates based on 
earned master's degrees; 77 per cent majored or 
minored in education; 85 per cent had done grad¬ 
uate study including the nine who held master1s 
degrees. 
It has been found that differences do exist in the 
degree of teachers' awareness of critical reading concepts 
selected for use in the study. Specifically, findings con¬ 
cerning the awarenesses of these critical reading concepts 
have revealed the following facts: 
1. That 60 per cent of the respondents felt that 
kindergarten children could react critically to 
reading, whereas, 30 per cent felt that they were 
too young and 10 per cent indicated they lacked 
knowledge. 
2. Eighty-eight per cent of the respondents be¬ 
lieved that critical reading skills should not 
be taught by the reading teacher only. 
3. That 97.5 per cent felt that one's responses to 
the printed page is influenced by intelligence, 
background of experiences, feelings and values. 
4. Ninety-five per cent of the respondents believed 
that critical reading foundations laid in the 
primary grades were extended and reinforced in 
the middle and upper grades. 
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5. That respondents are generally in concensus with 
research findings. 
Some differences were found to exist in the degree 
of awareness among elementary school teachers of certain 
principles of critical reading. The specific findings re¬ 
garding these differences were: 
1. Forty or 100 per cent of the respondents felt 
that the individual's attitude was of great im¬ 
portance when reading critically. 
2. That 85 per cent of the respondents felt that 
critical reading and thinking abilities follow 
a sequential, developmental pattern. 
3. Forty-three per cent of the respondents felt 
that high intelligence guarantees high performance 
in weighing ideas, and 5 per cent indicated they 
lacked knowledge. 
4. Forty or 100 per cent believed that critical 
reading skills increased in complexity as the 
child advances from one reading level to another. 
There appeared to be a marked tendency toward dif¬ 
ferences existing in defined objectives, use of materials 
and frequency of engaging in specific activities. Specif¬ 
ically, the following facts were found: 
Defined objectives 
1. Sixty-three per cent of the respondents in 
grades kindergarten through three seldom or never 
engaged in any activity that might attest to 
their recognition of "evaluating reading materi¬ 
als in terms of bias presentation" as a defined 
objective, while, 67 per cent of the respondents 
in grades four through seven "often" or 
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"periodically, but regularly" engaged in these 
activities, thereby showing recognition of this 
instructional objective. 
2. Ninety-five per cent of the teachers in grades 
kindergarten through three engaged in activities 
"often" or "periodically, but regularly" which 
might attest to their recognition of "making 
evaluative judgments about validity of reading 
material" as a defined objective; 95 per cent of 
the teachers in grades four through seven also 
engaged in activities "often" or "periodically, 
but regularly." 
3. Seventy-four per cent of the respondents in 
grades kindergarten through three "often" or 
"periodically, but regularly" engaged in activ¬ 
ities which might attest to their recognition of 
"understanding effects of kinds of language on 
reader" as a defined objective, while, 86 per 
cent of the respondents in grades four through 
seven "often" or "periodically, but regularly" 
engaged in the same activity. 
4. Ninety-five per cent of the respondents in 
grades kindergarten through three engaged in ac¬ 
tivities "often" or "periodically, but regular¬ 
ly" which might attest to their recognition of 
"drawing conclusions" and "making inferences" as 
defined objectives; 95 per cent of the teachers 
in grades four through seven also engaged in 
this activity "often" or "periodically, but 
regularly." 
Use of materials 
1. Sixty-three per cent of the total group seldom 
or never used propaganda materials for instruc¬ 
tional purposes. 
2. Sixty per cent of all respondents seldom or 
never used advertisement claims for instruction¬ 
al purposes. 
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3. Seventy per cent of all respondents used poetry 
"often" or "periodically, but regularly" for in¬ 
structional purposes. 
4. More materials from social studies and reading 
were used for critical reading activities than 
were materials from mathematics and science by 
the respondents to the questionnaire. 
Classroom activities 
1. Of the forty respondents, 62.5 per cent seldom 
or never engaged in classroom activities that 
would identify types of writing that indulge in 
bantering about of personal opinion to develop 
the skill of evaluating reading materials in 
terms of bias presentation. 
2. Ninety-five per cent of the total group of re¬ 
spondents engaged in activities recognizing emo¬ 
tional language to develop the skill of under¬ 
standing the effects of kinds of language on the 
reader. 
3. Sixty-three per cent of the respondents seldom 
or never engaged in identifying writing that 
specialize in propaganda to develop the skill of 
evaluating reading materials in terms of bias 
presentation. 
4. Ninety-five per cent of the respondents engaged 
in activities requiring learners to draw con¬ 
clusions . 
5. Sixty per cent of the respondents seldom or 
never engaged in activities of examining criti¬ 
cally advertising claims made by various pro¬ 
ducts . 
Differences tended to exist among respondents con¬ 
cerning acceptance and adoption of certain classroom prac¬ 
tices. Specifically, the following facts were found: 
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1. Fifty per cent of the respondents disliked the 
idea of increasing the emphasis on critical 
reading within the total school program and 5 per 
cent indicated they neither liked nor disliked 
the idea. 
2. Seventy-three per cent of the total group of re¬ 
spondents would like an in-service program to 
develop competence in teaching critical reading. 
3. Sixty-three per cent of the respondents liked 
the idea of assessing the critical reading status 
of pupils. 
Specific findings have been indicative of differ¬ 
ences which exist in the degree of respondents' awareness 
of certain critical reading concepts, critical reading 
principles, and their consequent concern for developing 
critical reading skills among elementary school pupils. 
Conclusions 
The following conclusions may be drawn on the basis 
of findings summarized above: 
1. The professional training and experience of the 
teachers who comprosed the study sample were of 
such a nature that competence in instruction may 
be expected. 
2. Respondents were generally aware of and in agree¬ 
ment with the concepts of critical reading about 
which they were questioned. 
3. The respondents were generally aware of certain 
principles of critical reading. 
4. Some activities were not engaged in as regularly 
in grades kindergarten through three as were the 
same activities in grades four through seven. 
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5. The extent to which certain critical reading ac¬ 
tivities were provided indicated that critical 
reading objectives were generally implemented. 
6. Teachers in grades kindergarten through three 
did not recognize, as a defined objective, the 
evaluation of biased presentations present in 
reading materials. 
7. The respondents engaged in activities which 
might attest to their recognition of making eval 
uative judgments about the validity of reading 
materials as a defined objective. 
8. Propaganda materials were seldom or never used 
by teachers in grades kindergarten through three 
9. There appears to be willingness on the part of 
the respondents to engage in in-service programs 
to develop competence in teaching critical read¬ 
ing . 
10. Social studies and materials used in reading 
tend to provide, more readily, content requiring 
critical reading. 
11. There appears to be a willingness on the part of 
the respondents to engage in planned efforts to 
assess pupils' critical reading status. 
Implications 
The findings and conclusions of data herein present 
ed suggest the following implications: 
1. Teachers have been sensitized to the importance 
of critical reading instruction in the elemen¬ 
tary grades. 
2. Teaching personnel who have had professional 
training and/or who are experienced teachers ap¬ 
pear to be acquainted with concepts and princi¬ 
ples of critical reading such that interest in 
developing such skills among learners is evident 
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3. Although attention to instruction in critical 
reading seems evident throughout the elementary 
school, there remains a variance in emphases 
from lower to higher levels, thereby reflecting 
the developmental nature of critical reading 
ability. 
4. Within the total school program, efforts among 
teachers to formulate schoolwide critical read¬ 
ing objectives may be more successfully imple¬ 
mented through a division of staff in terms of 
primary and upper levels of the elementary 
school. 
5. Critical reading instruction may benefit from an 
expansion of basic content to include quantita¬ 
tive and scientific materials. 
6. Increased emphasis upon the building of critical 
reading skills through in-service education 
should result in a sound knowledge of objectives, 
activities, and materials among experienced 
teachers who have some graduate professional 
training since attitudes toward such training 
tends to be positive. 
7. Teachers feel a need for some planned efforts at 
developing evaluation procedures to assess growth 
in critical reading abilities among pupils in the 
elementary school. 
Recommendations 
The following recommendations have been made after 
a close analysis of the findings, conclusions, and implica¬ 
tions of this study: 
1. That more emphasis be placed on the role of crit¬ 
ical reading in the learning process among ele¬ 
mentary schools. 
2. That the services of reading specialists be 
readily available to help with special problems 
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in critical reading. 
3. That in-service programs of adequate duration be 
initiated to bring critical reading into proper 
focus within the total school reading program. 
4. That the kinds of learning experiences and class¬ 
room activities needed to improve critical read¬ 
ing skills, and the amount of time allotted to 
the development of skills in the area should be 
investigated. 
5. That the critical reading program be evaluated in 
terms of defined instructional objectives to 
determine the effectiveness of any increase in 
emphasis on critical reading skills. 
APPENDIX 
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A QUESTIONNAIRE CONCERNING TEACHERS' ATTITUDES 
TOWARD AND CURRENT TECHNIQUES UTILIZED 
IN CRITICAL READING 
This questionnaire is designed to ascertain present 
attitudes teachers have toward critical reading and the 
techniques they currently use in critical reading instruc¬ 
tion. Whatever your position is on this matter, it will 
add greatly to our present efforts to achieve this goal. 
Please supply the responses requested in the blanks provided. 
It is not necessary to sign your name. 
General Information 
Grade taught  
Number of pupils in class  
Years of experience  
Self-contained  Team Teaching  
Departmental  Ungraded  
Check age group 
 25 or under 
 35 or under 
 above 35 
Sex: Male  Female 
Have you had special courses in reading? Yes  No  
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If yes, how many hours?  
What type of certificate do you hold?  
Educational Background: 
College major  
College minor  
Graduate study 
 one semester  more than two semesters 
 two semesters master's degree 
II 
As you read each item below, check one of the three 
letters below the item. 
Check Y if your answer to the question is yes. 
Check N if your answer to the question is no. 
Check :L if your answer to the question is lack of 
knowledge. 
1. I consider kindergarten pupils too young to react crit¬ 
ically to reading matter. 
Y  N  L  
2. I believe that critical reading skills should be taught 
only by the reading teacher. 
Y  N  L  
3. I feel that the attitudes the individual brings to the 
material he reads is of great importance when reading 
critically. 
Y N L 
4. I believe that critical reading and thinking abilities 
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follow a sequential development. 
Y N L  
5. I believe that high intelligence guarantee high perfor¬ 
mance in weighing ideas. 
Y N L 
6. I feel that anyone who has the ability to think criti¬ 
cally can be taught to read critically. 
Y N L 
7. I believe that critical reading occurs in problem solving 
situations. 
Y N L 
8. I feel that critical reading is a positive approach to 
the printed page, one in which the reader is open to a 
number of possible alternatives. 
Y N L 
9. I believe intelligence, background of experiences, feel¬ 
ings and values are factors known to influence the level 
and quality of the reader's responses to printed ideas. 
Y N L 
10. I feel that the foundations of critical reading laid in 
the primary grades are reinforced and extended in the 
middle and upper grades. 
Y N L 
11. I believe that critical reading skills increase in com¬ 
plexity as the child advances from one reading level to 
another. 
Y N L 
84 
III 
Do you engage in the following classroom activities 
with the learners whom you teach? 
1. Comparing the accounts of important events in several 
newspapers. 
periodically, 
often  but regularly  seldom  Never  
During: 
Reading period  Social Studies  
Mathematics Science 
2. Identifying the types of writing that indulge in bantering 
about of personal opinion. 
Periodically, 
often  but regularly  seldom  never  
During: 
Reading period  Social Studies  
Mathematics Science  
3. Recognizing emotional language. 
periodically, 
often  but regularly  seldom  never 
During: 
Reading period  Social Studies  
Mathematics Science  
4. Distinguishing between relevant and irrelevant material, 
periodically, 
often  but regularly  seldom  never  
During: 
Reading period  Social Studies  
Mathematics Science  
5. Identifying the types of writing that specialize in pro¬ 
paganda . 
periodically, 
often  but regularly  seldom  never  
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During: 
Readinq period Social Studies 
Mathematics Science 
6. Distinguishing between fact and fiction, 
periodically, 
often but regularly seldom never 
During: 
Reading period Social Studies 
Mathematics Science 
7. Drawing conclusions. 
periodically, 
often but regularly seldom never 
During: 
Reading period Social Science 
Mathematics Science 
8. Making inferences. 
periodically, 
often  but regularly  seldom  never 
During: 
Reading period Social Science 
Mathematics Science 
9. Examining critically the 
various products. 
periodically, 
often but regularly 
advertising claims made by 
seldom never 
During: 
Readinq period Social Studies 
Mathematics Science 
10. Motivating open-end discussions. 
periodically, 
often but regularly seldom never 
During: 
Reading period Social Studies 
Mathematics Science 
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11. Using poetry to discuss and appraise the thought pre¬ 
sented and its effect on the reader, 
periodically, 
often  but regularly  seldom  never  
During: 
Reading period  Social Studies  
Mathematics Science  
IV 
As you read each item below, check one of the three 
letters below the item. 
Check L_ if you would like to do what the item says. 
Check ID if you dislike what the items say and would not 
want to do it. 
Check JE if you neither like nor dislike what the item 
says but you would still be willing to do it. 
1. Undertake an increase in critical reading as a total 
school program in order that systematic and cumulative 
training will be guaranteed. 
L D I 
2. An in-service program of an adequate duration to develop 
competence in critical reading instruction. 
L D I 
A planned effort of assessing the critical reading 
status of pupils. 
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